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ABSTRACT 

The Teacher Education Assessment Project completed 
investigation of secondary teacher preparation programs in December 
1970. The purposes of the TEAP were a) to survey the current status 
of teacher education in Ohio, b) to identify improved approaches and 
structures for providing such education, and c) to propose new ways 
for achieving that education. A 323-item Teacher Assessment Survey 
was developed from authoritative suggestions, 17 dimensions of 
teacher education, literature, new programs, and current thinking. 
The sample, composed of 29 8 respondents including 42 college 
professors, 115 high school teachers and administrators, and 141 
college and high school students, resulted in nearly 28 percent 
agreement by the three groups. An additional instrument requested 
college officials to describe facets of their preservice programs 
including enrollment, requirements, admission and certification 
procedures. This study offers three proposals for restructuring 
teacher education in Ohio. The first proposal provides a model for 
differentiated secondary school instructional staff. The second 
describes a preservice program designed to prepare a differentiated 
teaching staff in an individualized, career-oriented, work-study 
sequence. The final model proposes a statewide system of continuing 
education. (MJM) 
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INTRODUCTION 



Critics of American education have charged 
that secondary teacher preparation programs 
are inadequate and that the professional staff- 
ing patterns of our public schools are poorly 
structured. The Educational Research 
Council of America, in cooperation with the 
State of Ohio Department of Education, con- 
ducted an investigation and found evidence to 
support these charges. 

The investigation, called the Teacher Educa- 
tion Assessment Project (TEAP), was com- 
pleted in December, 1970. The results re- 
vealed that few programs in preservice, or 
in continuing, or in-service education are 
appropriate for meeting the demands of new 
and emerging curricula, staffing patterns, or 
strategies of teaching and learning. 

This summary of the TEAP reviews project 
procedures, the findings, and the recommen- 
dations. Most important, it outlines three 
proposals for restructuring teacher education 
in Ohio. The first proposal provides a model 
for a differentiated secondary school instruc- 
tional staff. The second model describes a 
preservice program designed to prepare a 
differentiated teaching staff in an individual- 
ized, career-oriented, work-study sequence. 
The third model proposes a statewide system 
of continuing education involving the schools, 
the State Department of Education, colleges 
and universities, and other education agencies, 
organizations, and associations. 



PURPOSES 



The purposes of the TEAP were (1) to survey 
the current status of teacher education in 
Ohio, (2) to identify improved approaches 
and structures for providing such education, 
and (3) to propose new ways for achieving 
that education. These purposes had to be 
accomplished before planning could begin for 
restructuring teacher education in Ohio. 



PROCEDURES 



The first task was to review the current 
literature and research on teacher education. 
More than 500 books, periodicals, and 
articles were reviewed, including the recent 
teacher education models submitted to the 
U. S. Office of Education under the 1967 
Model Elementary Teacher Education Pro- 
ject. This review helped to avoid unneces- 
sary duplication of effort. 

The research revealed many problems and 
concerns regarding preservice education, 
continuing education, and differentiated staff- 
ing. Excellent suggestions and recommenda- 
tions which could help resolve or prevent 
some of these problems were also found. 

The problems and concerns focused on seven- 
teen dimensions of teacher education: (1) 



Purposes and Methods of Preservice Educa- 
tion, (2) Responsibility and Accountability 
for Preservice Education, (3) Liberal Arts 
Program, (4) Recruitment, Selection, and 
Retention, (5) Psychology and Human De- 
velopment, (6) Cultural Foundations, (7) 
Professional Standards, Certification, Place- 
ment, and Welfare, (8) Planning and De- 
veloping Learning Activities, (9) Organizing 
and Providing for Learning Activities, (10) 
Evaluating and Improving Learning Activities, 
(11) Laboratory Experiences, (12) Student 
Teaching, (13) Internships, (14) Responsi- 
bility and Accountability for Continuing Ed- 
ucation, (15) Purposes and Methods of 
Continuing Education, (16) Purposes and 
Methods of Differentiated Staffing, and (17) 
Responsibility and Accountability for Differ- 
entiated Staffing. 

These dimensions constituted the parameters 
for the conceptual framework for teacher ed- 
ucation as used in the TEAP. This frame- 
work, derived from literature, authoritative 
suggestions, new programs, and current 
thinking, was used to develop the Teacher 
Education Assessment Survey (TEAS). The 
232-item TEAS was designed to assess the 
status of teacher education in Ohio according 
to the seventeen parameters and to determine 
how people felt about certain aspects of those 
parameters. 

Each item was a statement describing some 
teacher education activity, for example, "The 
academic discipline, that is the subject some- 
one plans to teach, should be considered die 
most important ingredient in secondary teach- 
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er preparation. " High school and college 
students were asked to indicate the extent of 
their agreement with that statement on a five- 
point scale. On other forms of the TEAS 
teachers, administrators, and college pro- 
fessors were asked to respond by indicating 
if the item was descriptive *>f a current activ- 
ity or situation, and if they thought it should 
be descriptive. 

An additional instrument requested college 
officials to describe certain facets of their in- 
stitutions' preservice programs, including 
such items as enrollment, student teaching 
requirements, admission procedures, and cer- 
tification procedures. These data were added 
to information provided by printed college ma- 
terials such as catalogues and bulletins so 
that a more complete picture of preservice 
education in 1970 could be drawn. 

A stratified random sample of eight Ohio 
teacher preparation institutions was selected. 
The criteria for selection were enrollment, 
control (public or nonpublic), location (urban 
or nonurban), and sex (coeducational or non- 
coeducational). The distribution of institu- 
tions in the sample was not significantly 
different from the distribution of colleges and 
universities throughout Ohio, and included 
more than 15 percent of all such accredited 
schools in the state. Table 1 shows how the 
distribution of the institutions in the sample 
compare with the distribution in the state. 

Table 2 summarizes the institutional data in 
the sample. There were 298 respondents to 
the TEAS, including 42 college professors, 



115 high school teachers and administrators, 
and 141 college and high school students. Re- 
spondents from the public high schools were 
selected from among the student teaching cen- 
ters connected with the sample institutions. 

Electronic data processing was us';d to calcu- 
late adjusted Chi squares and related measures 
of statistical trends. These analyses helped 
identity which TEAS items were associated 
with significant agreement or disagreement— 
at the . 05 level or better— both within and be- 
tween groups. 

The last task was to develop model outlines 
for secondary teacher education. These 
models were designed to reflect the results 
of the review of literature, the analysis of the 
TEAS, ideas generated by the USOE models, 
and the thinking of the Project Advisory Panel, 
its consultants, and of the investigators them- 
selves. 



SUMMARY OF THE FINDINGS 
OF THE TEAS 

Nearly 28 percent, or 64, of the items on the 
TEAS were agreed upon by all three groups 
as being descriptive of teacher education in 
Ohio. All respondents were significantly 
agreed, both within and betweer groups, that 
less than half of those descriptive items 
should be descriptive of Ohio programs in 
teacher education. 
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TABLE 1 * Summary of Selected Sample Data Compared with State of Ohio Data 





Enrollment Size® 


location* 1 


Student Body 


Support 




Large 


Small 


Urban 


Non- 

Urban 


Co- 

Educational 


Non-Co- 

Educational 


Pdblic 


Non- 

Public 


State 


14 


38 


22 


30 


42 


10 


12 




40 


Sample 


4 


4 


3 


5 


7 


1 


2 
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^arge instittfions had enrollments exceeding 5.704 students. Small institutions had enrollments lower than 
that amount, the mean for all Ohio institutions. 



b 

Urban institutions were located in or nev the metropolitan areas of Akron- Canton. Cincinnati, Cleveland, 
Dayton. Toledo, and Youngstown. 
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TABLE 2- Summary Description o! the Semple for the TEAP 



Institution 


Enrollment 8 


Location 13 


Student 0 

Body 


Support ^ 


Ntirber in 
Teacher 
Education 8 


Ntirber 

Recommended for 
Certification 8 


Nurrber 

Bachelor's 

Degrees 8 


1 


713 


N 


C 


P 


436 


73 


160 


2 


1,065 


N 


C 


P 


713 


93 


245 


3 


1,900 


N 


C 


P 


160 


12 


350 


4 


2,700 


N 


C 


P 


100 


60 


500 


5 


6,069 


U 


M 


P 


600 


160 


600 


6 


8,900 


u 


C 


P 


1,753 


195 


1,790 


7 


26,412 


N 


c 


S 


5,035 


814 


3,650 


8 


62,125 


U 


c 


S 


6,525 


1,206 


8,494 



*4s reported by the institution for the 1969-1970 school year 
*Y| = non urban; U = urban 



°C = Coeducational; M = Men 

= Private; S = Public (State-supported) 
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In general, secondary preservice education 

in the sample institutions: 

1. Is not based on a written philosophy de- 
veloped jointly by students and faculty 

2. Stresses a national rather than interna- 
tion.-l perspective 

3. Maintains rather than reduces the number 
of professional education courses 

4. Reflects the increasing multiplicity of the 
teacher role 

5. Maintains a balance of professional edu- 
cation, subject field concentration, and 
liberal arts study 

6. Provides liberal arts programs which con- 
stitute about half the course work required 
for the Bachelor's degree 

7 . Provides liberal arts programs that pre- 
cede the professional sequence 

8. Provides professional sequences accord- 
ing to the needs of the students 

9. Provides professional instruction through 
a variety of methods, but not lb a model 
for future secondary school teaching 

10. Moves from vicarious to first-hand ex- 
porlences 

While all these statements are descriptive of 

current practices, only the last was regarded 



by all three groups as something that should 
be happening. No group could agree that prac- 
tices described in Statements 1, 2, or 6 are 
desirable. Two of the three groups agreed 
that each of the other statements described 
practices that should be continued. 

The descriptive items in the Responsibility 
and Accountability for Preservice Education 
parameter revealed that professors are 
usually familiar with the problems, policies, 
and procedures of local school districts, and 
that teacher organizations such as the OEA 
and the AFT hold no prlmaiy responsibility 
for establishing preservice programs. 

There was no agreement among groups 
whether or not these organizations should 
have such responsibility. The institutions 
had no regular procedures for keeping pre- 
service programs up to date, even though all 
groups agreed they should have them. 

The liberal arts requirements in preservi -’e 
education usually included course work in the 
behavioral, natural, and social sciences, and 
in the humanities, physical education, and 
communication skills. Professors, teachers, 
and students agreed that work in the behavior- 
al sciences and humanities should be required. 
No group felt that physical education should be 
required in the liberal arts program; how- 
ever, all groups agreed that the ability to 
earn a Bachelor's degree does not mean one 
can or should be a teacher. All groups felt 
that students' academic .progress should be 
reviewed regularly, as is the usual practice. 
The institutions do not require generally either 



a record of high academic achievement in col- for the individual differences of children, 
lege or a demonstrated ability to work with managing the secondary school classroom, 

children as criteria for admission to the pro- establishing a positive classroom climate, 

fessional program. and in organizing class groups for instruction. 

Except for the latter, all groups agreed that 



A wide range of learning experiences is pro- 
vided in the areas of psychology and human 
growth and development, including general ed- 
ucational psychology, human growth and de- 
velopment, adolescent psychology, and 
theories of learning. All three groups agreed 
that most of these experiences should be pro- 
vided. Professors did not agree on the value 
of general courses in educational psychology. 

Trainees are instructed in contemporary 
issues in education, in how to decide what is 
important to teach and what is not, and in 
existing policies and practices regarding 
teacher welfare and certification. Professors 
did not agree that instruction in welfare and 
certification should be part of preservice ed- 
ucation. All three groups felt that placement 
services are necessary. 

Instruction is given in areas relating to 
planning and developing learning activities, 
including the principl e s and practices of secon- 
dary education, curriculum development, the 
use of educational theory, and how to make, 
select , and use learning materials and equip- 
ment... The professors did not agree that in- 
struction in any of these areas Should be -■ 

Trainees are instructed in organizing and • . 

: aetiy Itie s ^ In s 

is also given in methods of teaching, prov iding 



such instruction should be provided. They 
felt that instruction should be given also in 
the use of instructional materials centers and 
in participating as a member of a teaching 
team. The data did not indicate that such in- 
struction is provided. Instruction in evaluating 
and reporting student progress is generally 
provided and was considered desirable by all 
three groups. Professors said their institu- 
tions provide instruction in keeping up with 
new curriculum methods. 



Laboratory experiences , such as classroom 
observing and brief teaching opportunities, 
are widely available as part of the preservice 
program. New forms of laboratory experi- 
ences are constantly sought and are considered 
desirable. Laboratory experiences are not 
the only means of teaching professional educa- 
tion courses. Professors agreed there ought 
to be additional way?. Teachers and students 
were not so sure. 



Student teaching assignments are of sufficient 
duration to allow deve lopment of teacher role- 
assumption rather than just teacher role-play- 
ing. On the. other hand, the assignments , are 
, not of 'Sufficient length; to permit development 
of individual teaching, style, a factor con- 
side red desirable by all three groups. Stu- 
. dent teaching performance is usually a cri-,jv 
terion for retention in 'the preservice program. 
3 Gener^y ,: st^ent teabhers do not obtain— ; V : 
at least not in the way : that the groups agreed 





they should— experience in urban schools. 
Admission to internship programs is not de- 
pendent upon faculty recommendations. How- 
ever, all three groups indicated that it should 
be. It was also found that internships are not 
designed to replace the undergraduate pro- 
fessional sequence. 

Teachers and professors agreed that most of 
the content in the undergraduate program 
requires additional study through continuing 
education programs. All groups felt that the 
most important outcome of continuing education 
is what happens in the classroom. Analysis 
of current practices in continuing education 
showed that school districts in the sample do 
not usually: (1) require teachers to give up 
vacation time for continuing education programs, 
(2) provide such programs for substitute teach- 
ers, or (3) provide paid sabbaticals for study 
or travel. It was also found that most teachers 
participate- in continuing education for fewer 
than two weeks a year and that teachers and 
professors in the sample institutions seldom 
meet to discuss professional problems. 

The availability of training programs in Ohio 
for auxiliary educational personnel, such as 
teacher aides, is limited. When these pro- 
grams are available, they do not generally 
provide instruction in tutoring students, help-, 
ing teachers with students who have problems, 
serving as laboratory assistants, helping teach- 
ers with reading programs , or evaluating 
.students. - ' \ - -'1^ 

The respondents indicated that differentiated 
staffing could (1) provide for more effective 
use of teacher talent, (2) facilitate flexible 



scheduling, experimentation and innovation, 
individualization of instruction, and coopera- 
tive planning for curriculum improvement, 

(3) establish more clearly defined roles for 
teachers in team teaching situations, and (4) 
recognize variations of teacher responsibility. 
These findings suggest that differentiated 
staffing has more potential advantages than 
just providing for a differing salary schedule 
for the instructional personnel. None of the 
groups had strong negative, feelings about 
the concept of differentiated staffing. 

All three groups felt that the State Department 
of Education, the universities, and the public 
schools should work together to train parapro- 
fessionals and teacher aides. All agreed that 
different methods of recruiting and training 
are needed to provide for a differentiated in- 
structional staff. 



SUMMARY OF THE ASSESSMENT 
OF PRESERVICE EDUCATION 
AS CONDUCTED BY 
THE SAMPLE INSTITUTIONS 

Preservice programs among the sample in- 
stitutions tended to be more alike than differ- 
ent. Criteria for admission to the institutions 
include ( 1) graduation from a recognized high 
school with at least fourteen Carnegie units, 
including three of -English, two of a foreign • 
language, two of mathematics, two of natural 
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science, and two of social science, (2) com- 
pletion of a standardized test such as the Col- 
lege Entrance Examination Board or the 
Scholastic Aptitude Test, and (3) a campus 
visit and interview. 

Preservice generally begins with study in the 
liberal arts. Such study constitutes about 50 
percent of the trainee's time, or about two 
years out of the four required for the Bache- 
lor's degree. It includes about 60 semester 
hours of course work in die humanities ," 
mathematics , natural science, social science, 
foreign language, English, and physical edu- 
cation. Church-affiliated institutions provide 
for additional study in theology or religion. 
During this period of liberal arts study a 
faculty advisor helps the trainee select a pro- 
gram and authorizes that selection. 

Trainees are evaluated by letter grades which 
are later converted to numerical grade -point 
equivalents and entered in a permanent tran- 
script. Trainees enroll in the professional 
sequence before the end of their sophomore 
year. Requirements for admission to the 
program include (1) a review of the transcript, 
(2) good physical health, (3) good moral char- 
acter, and (4) an interview i Some institutions 
further require the satisfactory completion of 
introductory or "core" courses in education. 



About 21 semester hours of course work are 
required in professional education, including: 



Theory and practice 
of secondary education. . 
Cultural foundations ..... 

Educational psychology. . . 
Curriculum methods ...... 

Student teaching ......... 



. 3 Semester Hours 
.3 » » 

. 6 " " 

.3 " " 

. 6 " '» 



Effective September 1. , 1971, Minimum Standards for, % : : 

Ohio High Schools provide for a minimum of seventeen ' 
Carnegie units to, be graduated with a high \schoof 
diploma. _ V ■ 



Theory and practice of secondary education is 
an introductory course devoted to the functions 
purposes, and goals of the American secon- 
dary school. The cultural foundations pro- 
vide instruction in the history, sociology, or 
philosophy of education. Educational psychol- 
ogy courses attempt to provide knowledge in 
child growth and development and the learning 
processes. Curriculum methods courses, 
such as Biology Teaching Methods or Methods 
of Foreign Language Instruction seek to pro- 
vide the skills necessary for conducting 
classes in a given subject or field. ; . 

Student teaching assignments vary in time, )\ 
place, and depth. They are frequently 
accompanied by seminars i conferences, and 
related course^ work. For example, one' in- v 
■ stitution requires as few as 60 hours of actual 
teaching and 150 hours of related experiences 
for a'total of 210 ,hours.of student teaching . 
work. ; - Another requires 300 hours of teach- ; 
ihg and 380. hours of related work for a total 
of 680 hours. . Most stedent teaching require- 
ments include 180 actual clock hours of stu- 
dent teaching and 25. hours of related ex- . . v 
;• periencesi for a total; of 205. hours of student 
ieac|^£^ 
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Before student teaching begins, trainees are 
required: (1) to complete at least three - 
fourths of the work in a comprehensive major 
or two teaching fields, (2) to have at least 
average grades, (3) to be enrolled in full aca- 
demic standing in the preservice program, 
and (4) to complete all prerequisite courses. 

Student-teaching performance is evaluated by 
a college supervisor who confers with the 
trainee and the cooperating teacher. These 
evaluations tend to be more subjective than 
objective. They frequently consist of rating 
scales and written evaluations regarding the 
trainee's potential success as a secondary 
school teacher and a brief description of ob- 
served strengths and weaknesses. Remunera- 
tion for cooperating teachers is usually in the 
form of money, normally less than fifty dol- 
lars, or as tuition vouchers redeemable at the 
preparing institutions. * 



Placement services are handled by a full-time 
person. This person keeps students informed 
about available positions by posting notices on 
a "Placement Office Bulletin Board," or by 
some other communication. Each trainee 
completes a placement folder, which is a 
resume of his college background, his certifi- 
cation credentials, demographic data, and 
letters of recommendation attesting to his 
teaching potential and character. 

Some institutions provide neither placement 
nor certification services. Placement follow- 
up is considered by most institutions to be de- 
sirable, but the administration and implemen- 
tation of a regular program are difficult. 

Some institutions attempt to keep track of 
graduates and get feedback on a biennial basis. 



Trainees selecting a single comprehensive 
area are expected to devote about 60 semester 
hours of study to that area. . If two related 
fields are chosen, 30 semester hours of study 
are required in each field. In either case 
trainees must meet the standards of the Ohio 
Department of Education for certification. 



Recommendation for certification is based ' 
upon the satisfactory completion of: (1) re- 
quirements for graduation, such as course 00 
work, grades, and payment of fees, .(2) certi- 
fication requirements as prescribed by the 0:0 
Stated v (3) field assignments, including student 
teaching, and (4) necessary forms for place-, 
ment; Most institution r^iiire. a minimiun • 
of one year in residence. 00000000 ?. 



SUMMARY OF MAJOR FINDINGS 
CONCERNING CONTINUING EDUCATION 

Several programs in continuing education were 
reviewed. These included state projects such 
as the Right-to-Readi Program, university 
programs such as the Vocational Orientation 
Program at the University of Toledo and the 
Triple T Program at Cleveland State Univer- 
; ^ were also re- 

viewed. Tto idghlights of these programs, ' 
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to identify factors for improving continuing 
education. 

The need for such improvement is based on 
two assumptions: (1) that as school curricula 
continue to change, so will the requisite tasks, 
functions, duties, responsibilities, and com- 
petencies of instructional personnel, and (2) 
that continuing education programs can bring 
about improvement in the classroom by chang- 
ing the behavior of instructional personnel. 

The evidence suggest that simply making new 
materials and equipment available to teachers 
does not guarantee that they can or will be 
used. Data suggest that teachers' attitudes 
toward these materials and equipment and 
toward the students are a more significant 
factor affecting their behavior in the class- 
room than are salary incentives, college 
credits , or negotiation victories. These atti- 
tudes may be changed more effectively by 
planning programs in certain ways. New 
Skills programs can help teachers gain new 
knowledge and skills for using learning tools 
such as educational television (ETY) .and com- 
puter-assisted instruction (CAI). Refinement 
programs can help teachers improve , re- 
view; or refine earlier knowledge and skills 
through "brushup" or "refresher" programs. 
Innovation programs can help teachers de- y 
velop innovative and alternative ways of 
applying existing skills in the classroom, 
such as identifying new ways to use ETV or 
CAI and curriculum materials laboratories . 



programs are attended by far fewer persons 
than are ejected, those who do participate 
may feel foolish or resentful. They are also 
inclined to believe they have been imposed 
iqion, and this could lead to low morale. Pro 
grams in continuing education need to be de- 
signed for what teachers regard as their 
learning needs instead of what administrators 
or supervisors believe teachers should have. 

Successful programs in continuing education 
tend to have the following characteristics: 

1. Involve instructional personnel as the 

agents rather than as the objects of 
change. ' ■ ' Y’C' 1 

2. Offer realistic enq>ectatibns for growth of 
instructional personnel. 

3. Provide early opportunities for teacher 
involvement for maximum commitment to 
program goals and objectives. 

4. Consist of activities and purposes that are 
appropriate for accomplishing the goals of 
the program. ^ s ; v A v -V' - ^ : ; ; : ^ 

5. Are coordinated and conducted by skilled 
directors , consultants, and other profes- 

; sioiial personnel. '’'f'Py: ^ ^ - -v- V : 



_^6. Make available adequate resources, in-: 
id curriculum materials laboratories. human, financial, physical, and 

-.-v,,, ,y , - / material facilities. 'y; : , <• 

'*• -o - ’ . . ' ' , ■, : " •' * 



Successful programs in continuing education, 
will require the involvement,: acceptance, and 
. . ; support of the participant^ ' ‘ 



; .7 .- Provide mechanisms for feedback, eyalua- 



ti on( .^d revision. r 
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Additional findings on continuing education in- 
dicate that cooperative efforts are needed be- 
tween local, state, regional, and national 
education agencies. Such cooperation is 
feasible and can be beneficial to the improve- 
ment of continuing education. Cooperation is 
more likely when continuing education pro- 
grams are organized as a team effort rather 
than being offered as commodities on a com- 
petitive market. 



SUMMARY OF MAJOR FINDINGS 
CONCERNING DIFFERENTIATED 
STAFFING 

Differentiated staffing patterns were examined 
in six public school systems : Temple City, 
California; Gainesville, Florida; Dayton and 
Evendale, Ohio; Kansas City , Missouri; and 
Beaverton, Oregon, Two programs funded by 
the Education Professions Development Act of 
1967 were also reviewed: the University of 
Dayton's Institute in Spanish, and Ohio Univer- 
sity's Teacher Aide Program . The highlights 
of these programs were considered in conjunc- 
tion with views expressed in current thinking, , ; 
in the literature, and with the findings of the 
Teacher Education Assessment Survey . ; : It 
/ was found that: 

1. ; , Differentia^ conceptual ; ; •• : 

approach to instruction , has many potential 
advantages, including: 



(a) A more meaningful and re- 
sponsive educational program 
for children 

(b) The stimulation of new 
approaches to individualized 
instruction, team teaching, 
and other instructional 
strategies 



(c) Increased effectiveness of 
teachers by helping them 
capitalize on their unique 
skills and capabilities in 
working with children 

(d) Enhancement of the status 
of teachers by recognizing 
the scope of their respon- 
sibility and competencies , 
through differentiated 
salaries' •' ''V '..y ' 

(e) Encouragement of closer 
interaction among teachers . 
and between teachers and 

■: v students' V[ 

(f) A setting in which ins true-/ • 
tional personnel can com- . 

: v ; -V: • plement each other ; 

i v, (g) V The availability of 

ft variety of career patterns 

.1; • : for people concerhed about ;£y 

the education o£:children 
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(h) A range of ways to utilize 
community and school 
talent and resources 

2. Differentiated staffing, as a practical 
approach to school organization and ad- 
ministration, has been seen to create 
several potential problems, including: 

(a) A demoralized teaching 

staff : 

(b) A continuing source of frus- 
tration for professional and 
paraprofessional educational 
personnel because of role 
conflicts, and other conflicts 
which may obscure communi- 

• ; ' . cation .. . ■■■ 'j.;' 

(c) Teachers' loss of confidence 
in those who organize , ad- 

. ? • minister, and implement the 
. differentiated staff design 



vided for adequate planning 
and development 

(c) Staff involvement and orien- 
tation is less than extensive 

(d) Contradictions in philosopty 

are perceived, as when 
authors claim that teachers 
will receive more money 
for greater instructional 
responsibility, and later say 
that more money will be paid 
according to an evaluation of 
their competence (looked 
upon by teachers as "a sneaky 
insertion of merit pay '')C ^ ■ 

(e) When the plans for com- 
munity and student orien- 
tation are inadequate or . : v 

. .. v.y poorly executed ’"V. rr vXV : 'k- 



(d) . Reluctance on the part of 
some staff to identify and 
affiliate with an organiza- 
tion^ framework they, be- ; 



; 4«.’ 






staffing are probably influenced more by 
the way it is put into operation than by the 
ft- llyi/'X'" ■' concept itself. ';$'/■ * % ; -:y v '"v 

....... ..... ._ .. ... 3r 

lieve was imposed on, them .' : 5. Teachers and other instruction^ personnel 

^ i serveonadlffer- 

; 3. These problems 'are most likely to occur. ..{,v 'V enttated sMfirig assignm®^ This prepa- 
w & en: > ration should begin at the preservice level. 

■ /o\ ’ T>1 an a am rmf W am ‘ 1 it ^ i- j ' j- ; ^ v r ‘ ‘ * • ' • r V..- 



( b ) • Insufficient - important", nijleip^ 

' 'v i <• 'v,;- 4 H. '•{ >} % V * •) ’’ ,* f -Vi v ' X X ' ■' ir£$ 

Wy'-j 1 ' '-!A‘ 

■ •. ■ f.'-: : • •. ,* * ■.t-.tr ! ■ :• .>< /.:{ - • "'.•v'.- •-> • t * ^ : v ‘r-L’ * *' •••' 1 j ?> ‘C* ■. Vr"* -V ■ v .'A /, < I , T ': n \ ■' . * - •. •, • • 

• \ ^ ";v ^ . 

. » fv$. 16 *• ' 



7. Successful alternatives in differentiated 
staffing schema depend upon careful con- 
sideration of several factors, including: 



(a) Recruitment and selection 
procedures and criteria for 
personnel 

(b) Orientation and in-service 
followup procedures 

(c) Organizational structure 
clearly defining line and 
staff relationships 



9. Mechanisms for revising and refining indi 
vidual duties and responsibilities need to 
be built into the staffing arrangements. 

10. The maintenance of a completely depart- 
mentalized, single-teacher classroom 
system is no longer appropriate for the 
kind of educational program second vy 
school students currently require. 

11. Teachers need to learn a special set of 
affective and cognitive skills if the poten- 
tial advantages of team teaching and differ 
entiated staffing are to be realized. These 
skills include: 



8. 



(d) Understanding of major 
functions, duties and re- 
sponsibilities, and other 
tasks related to staff 
roles and assignments 

(e) Salaries , f ) . 

(f) Personnel policies . , 

(g) Evaluation procedures 



The Federal government, the Ohio Depart- 
ment of Education, 1 ; the teacher preparation 
institutions, the schools, the professional ; 
associations, and the research agencies 
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erative efforts of identifying, planning, ; 
funding, and operating programs which \ 



(a) Human relations, especially 
in the areas of caring, loving, 

• and helping 

(b) Subject-matter competence 

(c) learning modes and 

W.i'rfv--; • strategies V;; : 

' (dj jHow to say "no" and "I;- ’/-'' f 
'v V '' don't know." .V- - ;: v’ 

i; ;r(S: . ;i< (e) Evaluating - deciding - 
value judging. 

(f) Attitude development v , 

(g) Communicating 



^stimulate thb-improvement/.ofins^ction^.-w';:^;;^;:;:^^ 
through better utilization of ' staff . 'V - - . , ; - (h) How to use media > 

V ■ ,V ' ; . • .1 ’ 1 - }./■/■■■ 'V: 

tj ' , ‘ - 15 _’•>.! f ^ ; 

, ' 1 ' , - 'i ' ' vr ' '' - , 11 : ' I 
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SUMMARY OF THE USOE MODELS 



Before attempting to offer new proposals in 
teacher education, the models submitted to the 
U. S. Office of Education under the Model Ele- 
mentary Teacher Education Project of 1967 
were reviewed. This review helped identify 
new concepts and approaches for strengthening 
teacher education. 



fessional program in the school of education 
or other appropriate division of the institution. 
Admission to the program depends upon cer- 
tain criteria. For example, the University of 
Georgia model requires an examination of 
high school records, completion of certain 
test batteries, and faculty recommendations. 
The Florida State model suggests criteria such 
as general college ability, good health, and 
commitment to education as a profession. 



Each METEP model was unique in some way, 
yet 'Ul had important commonalities. For ex- 
ample,, they were all based on the assumptions 
that universities are necessary to prepare 
teachers , that formally prepared teachers are 
necessary in our system of American public 
education, and that the public education system 
will continue. These and other fundamental 
assumptions were necessary for uniform direc- 
tion and goals. 



These models were synthesized into one gen- 
eralized program of elementary-teacher edu- 
cation. This program is illustrated in Figure 
1. The generalized program begins with a 
statement of goals for teacher education. 
These goals are derived from an analysis of 
the projected futures of sociefy which have 
been translated or interpreted as a set of be- 
havioral objectives for children. 



The trainee begins. his program, after admis- 
sion to the institution, with a period of liberal 
arts or general study. /Before this liberal 
arts phase is completed, the^ trainee undergoes 
a screening process for admission to .the pro- 





After admission to the program, the trainee 
participates in a professional sequence and in 
an academic subject-content sequence. The 
professional sequence may consist of "modules" 
instead of "courses, " but the kinds of experi- 
ences may be similar. Different models 
stress different components of the professional 
education sequence . The Syracuse Model , for 
example, emphasizes an affective-human re- 
lations approach, and the Toledo Model calls 
for an instructional procedure and technology 
approach. Michigan State proposes an Inter- 
personal Process Recall (IPR) technique 
which is a behavioral science approach. Most 
of the proposals include numerous opportuni- 
ties for student teaching, microteaching, and 
similar laboratory-oriented and clinical exr 
periences. The University of Pittsburgh 
model stresses an individualized program 
with a clinical setting. Individualization, in 
most programs , is provided by allowing vary- 
ing amounts of in-depth experiences in -the 
different components of the professional 
; . sequence. : : ; \ : 

- .-./v Study in academic content may include mathe- 
matics, social science, . or any subject area ' 

of the 'trainee's choice relating to the elemen- 



1 

I 




t 



} ( 

I 



tl 





I 



I 

i 

1 

l 



I 



] 

i 

i 

I 



i 



K 



o 

ERIC 



tary school curriculum. Other choices exist 
for trainees at various points in the program, 
such as pupil age-level choice. Trainees may 
apply accumulated credits to a different area 
entirely. 

When most of the preservice program is com- 
pleted, the trainee may engage in an intern- 
ship experience, as proposed by Syracuse 
University, or enter into a differentiated staff- 
ing assignment as provided in the University 
of Massachusetts model. At this juncture, 
preservice wanes and in-service begins. 

Support systems are also provided. These 
systems are mechanisms necessary to imple- 
ment the models. Program support systems 
are necessary for scheduling and organizing 
the programs. Information and evaluation 
systems provide content material and feed- 
back, and the control support systems provide 
the necessary resources for implementing the 
programs. 

The ideas provided fay these models were , 
added to data gathered by the TEAS, the re- 
view of literature, and to the thoughts ex- 
pressed by consultants and Advisory Panel 
members. The results were formulated into 
outlines for strengthening teacher education 
in Ohio. 



AN OUTLINE FOR 
DIFFERENTIATED STAFFING 



The differentiated staffing model was based 
on the assumption that a new variety of 
specially trained professional and technical 
personnel is necessary for facilitating learn- 
ing in our schools. The model proposes four 
principal types of instructional persons: 

Learning Specialists, Subject Matter Special- 
ists, Instructional Communication Specialists 
and Learning Technicians. A fifth type of 
person is the Educational Specialist, a gen- 
eralist who can work to supplement or comple 
ment the skills of either the Learning Special - 
1st or Subject Matter Specialist. AH these 
persons work interdependently with each othe: 
and with stqpportive staff personnel. These 
stqpportive staffs include administrators and 
supervisors , pupil personnel services , food 
and custodial services, and ■ community re-; • 
source persons. Figure 2 shows some of : ; ; 
the relationships among the instructional per- 
sonnels •; J 




The Learning Specialist is an expert in the 
processes of learning. He knows how to fit •: 
a particular learning strategy to a particular 
kind of student. He has the skiU and ^Uiity ;; 
to "turn kids on" and uses subject matter con- 
tent as a vehicle through which children coihe 
to learn about themselves and shout the world 
around them. The Learning ^ 
knowledgeable : in some broad academic disci- 
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AN OUTLINE FOR 
PRESERVICE EDUCATION 



The Subject Matter Specialist is an expert in 
a broad academic area with a particular 
interest in a given subject, such as biology, 
American History, or music. He knows how 
to plan, conduct, and review curriculum re- 
search in his chosen field. He has the ability 
to design evaluative instruments and create 
instructional materials, such as individualized 
study packets , and shows other staff members 
how to use them. He understands how chil- 
dren learn and helps identify the concepts 
necessary for their intellectual growth. He 
gives lectures to large groups and works with 
children who have a special interest in his 
subject. 



The preservice education model was based on 
the assumptions that (1) preservice education 
should prepare teachers for the positions 
outlined in the differentiated staffing model, 

(2) personal need-dispositions are significant 
factors for determining which differentiated 
staffing position one should prepare, and (3) 
teacher education is a continuous process that 
extends beyond certification and transcends 
experience. 



The model is characterized by alternate 

The Instructional Communications Specialist periods o£ study ^ practica i experience in 

knows how-to plan, produce, and evaluate the community and in the schools. The kind 

educational programs suitable for a variety of of study md work experience will depend upon 

media, such as television and videotape. He the personality of the student and the instruc- 

can organize, administer, and operate school tional position he expects to fill. Person- 

libraries, including resource centers and pro- oriented students can follow a pro gram de- 

fessional laboratories. He knows how to pro- slgned to streng then their affective skills while 
gram materials for use in computer-assisted concurrently developing their cognitive skills, 
instruction and is sophisticated in the use of Trainees seeking specialized training in the 

educational technology, including photography, affective aspects of learning can pursue a 

graphic arts , and storage and retrieval sys- Bachelor’s degree program leading to pro- 
teins. visional certification as a Learning Specialist. 

- Permanent certification will require additional 

The Learning Technician is responsible for experience and a Master's degree, with em- 

the technical and clerical tasks related to : phasis oh the behavioral sciences, 

children's learning. He has basic skills, such , ' 

as typing and filing, and knows how to conduct 

such routine tasks of school life as taking Students seeking specialized training in an 

attendance and collecting money. The Learn- academic subject area can pursue a pattern 

ing Technician also helps administer tests , of study and work geared toward strengthening 

distribute student materials, and supervise their cognitive skills while concurrently de- 

' groups of studehts. veloping their affective skills. Students seek- 

ing this specialized training can pursue a 



Bachelor's degree program leading to pro- 
visional certification as a Subject Matter 
Specialist. Permanent certification will re- 
quire additional experience and a Master's 
degree, with emphasis on an academic sub- 
ject field. 

Students with the desire and ability to combine 
their talents in the cognitive and affective 
aspects of teaching and learning may follow a 
transactional Master's degree program lead- 
ing to permanent certification as an Educa- 



tional Specialist. This program carries a 
dual emphasis on behavioral science and 
academic subject matter. It could also be 
prerequisite training for future school admin' 
istrators. 

A Bachelor's degree program for preparing 
Instructional Communication Specialists and 
a two-year Associate in Arts program for 
preparing Learning Technicians are also prd' 
posed. Figure 3 schematically illustrates 
the general pattern. 





All trainees participate in a series of work 
experiences designed to become progressively 
specialized for their future roles. The initial 
experiences are intended to help trainees 
learn whether or not they like working with 
children and in what context. Later experi- 
ences help identify those ways in which the 
trainee can work for maximum benefit to chil- 
dren. At least one experience is designed to 
give Learning Specialists and Subject Matter 
Specialists a chance to do independent study 
and travel. 

Each study period is designed to prepare the 
trainee for his forthcoming work experience 
while helping him strengthen weaknesses 
identified during his last experience. All 
trainees are given opportunities to enter or 
leave the preservice program at four different 
points without undue loss of college credit. 



AN OUTLINE FOR 
CONTINUING EDUCATION 

The model for continuing education consists 
of an organizational framework for improving 
(1) the coordination of continuing education 
programs within the state, (2) identification 
of instructional problems facing secondary 
education in the state, (3) statewide perspec- 
tive on the nature and scope of the problems, 



and (4) efforts to resolve these problems 
through the cooperative development of pro- 
grams. 

This model proposes the establishment of 
twelve Regional Continuing Education Agencies 
(RCEA). These RCEA's will be responsible _ 
for helping the school districts in their respec- 
tive regions (1) to identify instructional areas 
requiring strengthening, (2) to develop con- 
tinuing education programs designed to ac- 
complish this strengthening, (3) to provide 
assistance in planning and implementing the 
programs, and (4) to serve as a regional 
clearinghouse and resource center for con- 
tinuing education. An illustration of the rela- 
tionship between an RCEA and its local parti- 
cipating school districts is shown in Figure 4. 

The RCEA's will submit continuing education 
program proposals developed by the school 
districts to a State Continuing Education 
Advisory Committee (SCEAC). This fifteen- 
member committee of educators, laymen, 
and professionals from the State Department 
of Education will review these proposals and 
present recommendations to the State Depart- 
ment of Education. These recommendations 
will concern program priorities, budgetary 
requirements, time schedules, and other ad- 
ministrative considerations. 

The model calls for some means of financial 
assistance from the state and proposes a 
matching fund program. It suggests that the 
state underwrite 50 percent of the cost of any 
continuing education program submitted by 
the RCEA and recommended by the SCEAC. 



RENEWAL OR DECAY? 



This summary cannot describe all features of 
the proposed models. Additional details are 
described in the full report, which is available 
through the ERIC system or from the Educa- 
tional Research Council of America. 

The major recommendations are summarized 
as follows: 

1. Planning studies should be conducted by 
interested institutions to determine the 
feasibility of implementing the models. 

2. The Ohio Department of Education should 
help provide the funds to conduct these 
feasibility studies. 

3. The validity of the hypotheses underlying . 
the development of the models should be 
tested. 

4. The institutions in the sample should be 
given preference for conducting the feasi- 
bility research. 

5. Priorities in teacher education should be 
considered in terms of: 

(a) The reexamination of the 
goals of secondary education 

(b) The dis tribution of educational 

needs throughout the btate ’ • .v^V; 

(c) The potential for the proposed . 
changes to satisfy those needs 



(d) The availability of the neces- 
sary funds and resources 

(e) The inclinations and the capa- 
bilities of the institutions 

(f) The availability and willing- 
ness of the leadership neces- 
sary for planning and coor- 
dinating the change effort 

Advances in learning, as in all forms of 
progress, require change. Some of these 
advances, like new curricula, team teaching, 
and educational television, are brought about 
by people who are vitally concerned with the 
future of our children. These same people 
have equal concern for the education of the 
teachers who are and will be providing the 
learning experiences for those children. The 
Teacher Education Assessment Project has 
offered some suggestions for preparing, 
maintaining, and allocating instructional staffs 
for maximum benefit to the learner. The 
larger task of transforming these suggestions 
into action remains. To avoid that task can 
lead to the decay of an expanding system of 
learning. To accomplish the task, the efforts 
of many pe r sons ; including State Department 
of Education personnel, school and college 
personnel , and the concerned public will be 
needed. Leadership and funds will be needed 
also, as will be the further development of 
the proposed models. ; .'Vv . 
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The Educational Research Council of America is an independent , 
not-for-profit, research and development center for elementary and 
secondary education. Its mission is to improve education 
continuously, especially elementary and secondary education, so 
that every individual can realize his own inherent worth and be 
able to contribute humanistically, socially, and functionally to 
the betterment of mankind . 

The objective of the Educational Research Council is to be the 
most effective organization extant for researching, developing, 
implementing, and evaluating changes in educational content 
and processes that will lead to improvement in education. 

To reach this objective, the Educational Research Council fosters 
cooperative effort on the part of four cooperating groups : (1) a 
full-time professional and technical staff, including research and 
development specialists in subject matter and learning processes ; 
(2) a resource staff of outstanding scholars who serve as consul- 
tants; (3) a Board of Trustees consisting of civic and business 
leaders; and (4) a group of participating school districts 
consisting of students, parents, teachers, administrators, and 
school board members. 

This cooperative effort focuses on: providing continuing leader- 
ship in the formulation of a philosophy of education for our time 
and beyond; evaluating existing learning experiences; developing, 
implementing, and evaluating new learning experiences; and 
organizing these learning experiences into a curriculum structure 
that makes possible a balanced curriculum for all children. 








